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Abstract 
In this study a survey was developed in order to ascertain the beliefs of teachers in 
relation to differentiated instruction and inclusive teaching practices for students who 
experience difficulties with literacy. The survey was administered to 64 teachers in 5 
participating primary schools. Teachers generally held positive beliefs about inclusion 
and differentiated teaching practice but 8% of respondents reported that all students 
could not be successful in their classes and 41% of respondents were unsure whether 
all students could be successful. Not all teachers believed that they could ensure 
success by adapting the curriculum and around 17% of respondents believed that 
students with learning difficulties hold back students who are not impaired. All staff 
had an opportunity to develop a more heightened awareness of their beliefs through 
provision of feedback and opportunity to discuss responses to the surveys. The beliefs 
of teachers were addressed in a professional development activity on differentiated 
instruction during which teachers were provided with information and given 
opportunities to reflect on their teaching practices.   
 
Differentiated Instruction 
Differentiated instruction is the adaptation of curriculum, instructional practices 
and/or the learning environment in response to student need and classroom diversity. 
Inclusive education involves the education of all students in the regular classroom 
setting. In order for a classroom to be fully inclusive, adaptations and 
accommodations or differentiated instruction needs to take place. In this research a 
small school in suburban Brisbane grappled with the problem of how best to provide 
information about differentiated instruction and inclusive practices, and how to 
encourage teachers to use the information from professional development activities to 
better address the needs of a range of learners. 
 
Undifferentiated, large group instruction dominated research into classroom teaching 
in the 1990’s. In observing classroom practice in the United States Baker and 
Zigmond (1990) concluded that teachers appeared to be more concerned with 
maintaining routine in classrooms than with matching instruction to individual 
differences. This finding is also supported by studies undertaken by McIntosh et al. 
(1993) who found that general classroom educators treated students with learning 
disabilities in much the same way as other students. Whinnery et al. (1991) found that 
a group of teachers acknowledged as effective were found to make few adaptations 
because of the belief that many adaptations were not feasible. Ysseldyke et al. (1990), 
studying feasibility and desirability of adaptations, reported that teachers found 
adaptations were desirable but rated their ability to make adaptations for students 
lower; surveys were supported by classroom observation research. In an intensive 
observation of classroom practice, Baker and Zigamond (1995) saw “almost no 
specific, directed individualised, intensive remedial instruction for students who were 
clearly deficient academically” (p.178). It is acknowledged that this research is 
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international and that there is little Australian research available on this topic. Scott 
(2002) undertook multiple case study research into adaptive teaching practices in 
Australian schools and concluded that U.S.A. research was relevant to Australian 
teaching situations. Scott found that, even amongst teachers identified by their 
principals as adaptive, there were few modifications made for students who 
experienced difficulties with literacy in some classrooms. Issues identified in her 
study were similar to those identified in the U.S. research. 
 
It must be acknowledged that teachers have been generally given little information 
about HOW to differentiate instruction to accommodate diversity in the classroom. It 
is important for class teachers to understand the need to differentiate and to take 
responsibility for the instruction of a range of learners in the classroom (Tomlinson, 
1995; Scott, 2002).  It is also important that educators are able to engage in reflective 
and responsive teaching. It has been suggested that provision of opportunities for 
reflection and theorising with colleagues about how to meet the needs of students will 
result in improved teaching practice (Weiner, 2003).  
 
Background to the research 
In this study a small school in suburban Brisbane grappled with the problem of how 
best to provide information about differentiated instruction and inclusive practices, 
and how to encourage teachers to use the information from planned professional 
development activities to better address the needs of a range of learners. The Learning 
Support Teacher (LST) reported that she had been providing teachers with 
information about differentiated instruction for years but she felt that her message 
needed to be given weight through the involvement of an outside expert.  
 
The principal and the learning support teacher were both concerned that teaching staff 
were rather complacent when it came to adapting instruction in order to meet the 
needs of a range of learners in a classroom. According to the LST, most staff 
members claimed that they were adapting and modifying for students identified as 
experiencing difficulty with learning, particularly in the area of literacy, but she could 
not see extended evidence of this. She was also concerned that the main response 
from teachers to learning difficulties was a request that she place students 
experiencing difficulties in pull-out programs and address their needs through small 
group instruction.  
 
Both the principal and the LST were observing teaching behaviours similar to that 
reported in the literature. Kavale (2002), after reviewing the literature on classroom 
management for differentiated instruction, concluded that although the ideological 
and political support for inclusion are steadfast, empirical evidence in support of the 
process is less convincing. He notes: “The reality of general education indicates that 
the requisite attitudes, accommodations and adaptations for students with disabilities 
are not yet in place” (p.210). The concern of the principal was that, whilst staff had 
been presented with a range of quality professional development in various areas of 
literacy instruction in the past, the information presented did not appear to change 
professional practice of the teachers. This was despite the fact that much time was 
spent planning for and supporting change.  
 
After an earlier professional development programme led by an expert in the field, the 
LST spent three hours with each classroom teacher setting up a spelling program. An 
 2
end of term review was undertaken with all teaching staff. It was found that most 
teachers had not implemented the spelling program but had reverted to previous 
teaching practices in this area. Individual staff members were reported to be fairly 
knowledgeable and were generally meeting the needs of students in their classes but 
both the principal and the LST believed that the staff should be differentiating 
instruction more. Stanovich and Jordan (2003) write how, in the climate of inclusive 
education and growing diversity in classrooms, teachers need to be comfortable with 
and competent at adapting and modifying curriculum and instruction to meet the 
needs of students. They note. “Unfortunately, many teachers who are currently 
teaching in classrooms have not been prepared to meet the challenges they face on a 
daily basis” (p.173). 
 
In order for staff to be more aware of differentiated instruction and to collaboratively 
plan for differentiated teaching practices, they would need to see the process as both 
useful and necessary in their particular situation. Weiner (2003), surveying 72 
inclusion teachers, found that 74% of respondents “felt that the teacher’s attitude 
towards students was the first or second most important condition needed for 
successful inclusion” (p.16). For 33% of respondents the most important condition 
was having teachers see students as a valued member of the class and 36% of 
respondents saw a teacher taking a personal interest in a child as an important 
condition. Weiner’s survey suggests that teachers who implement inclusive teaching 
practices acknowledge the importance of positive teacher attitudes and beliefs towards 
students. The concern of this study was not the inclusion of students with low 
incidence disabilities, but the inclusion of students who experience a range of 
difficulties in accessing the curriculum. This might include second language learners 
but the survey was specifically targeted at students with learning disabilities and 
learning difficulties. The premise of the paper was that whether the difficulties 
experienced by students are mild or severe, the willingness of the teachers to make 
accommodations will be dependent on not only their skill and knowledge but also 
upon their beliefs about teaching and learning. The planning team for this study felt 
that beliefs of teachers needed to be identified and acknowledged. 
 
In discussing possible reasons for the teachers not taking up the initiative the 
principal, the LST and the researcher/presenter came to the conclusion that the 
teachers’ beliefs were such that they felt they did not need to change their practice. 
Whilst skills and knowledge were addressed in the professional development sessions, 
it was possible that the beliefs of the teachers needed to be ascertained and 
acknowledged in order for change to take place.  Schumm et al. (1994) found that 
even among skilled teachers, gaps exist between beliefs, skills and practices in 
planning and making adaptations for students with learning disabilities. 
 
 
Addressing teacher belief 
The concept of belief is a difficult one to grasp. It has been argued that when teachers 
are confronted with a difficult situation or “entangled domain” where they are unsure 
about what information is required or how to act, they are more likely to fall back on 
their beliefs and belief systems (Pajares, 1992). Dealing with students who experience 
difficulties with learning can be described as a difficult situation. Strategies that 
appear to be appropriate for the majority of the students in the class may not be 
appropriate or sufficient for other students. Beliefs about teaching and learning may 
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need to be acknowledged and addressed. Fang (1996) states that beliefs act as a filter 
through which instructional judgements and decisions are made.  Pajares (1992) notes 
that researchers have thought of beliefs as framing or defining tasks, where 
individuals use strategic thought to select cognitive tools in order to solve problems. 
Tasks and problems are therefore defined by beliefs.  
  
There is a growing body of literature on teacher belief and the education of students 
with learning difficulties (Jordan, Kircaali-Iftar & Diamond, 1993; Jordan, Lindsay & 
Stanovich, 1997; Jordan & Stanovich, 2001). These researchers identify two sets of 
beliefs in teachers – pathognomic and interventionist. Teachers holding a 
pathognomic set of beliefs hold the view that the growing diversity in classrooms has 
been externally imposed and look for systemic measures such as withdrawal 
programmes to reduce such diversity. Interventionist teachers try a range of 
interventions with at-risk pupils before making referrals to special education. They 
tend to work collaboratively with support personnel using a team-based approach, link 
assessment procedures with their curriculum and instructional methods and are 
reported to have regular communication with parents. 
 
Whilst beliefs may impinge upon the selection of teaching practices or methodologies 
used, there is conflicting evidence about the relationship between stated belief and 
actual teaching practice. Fang (1996) undertook a systematic review of the literature 
with a view to elucidating the recurrent themes of consistency and inconsistency 
between beliefs and practices. A number of studies supporting the view that teacher's 
beliefs relate to their classroom practice were located. Other research involving 
multiple measures of teaching practice that included classroom observation, simulated 
recall, think-aloud protocols and focused interviews, supported the inconsistency 
thesis. Fang (1996) suggests that inconsistency may be due to the complexities of 
classroom life. He argues that these complexities “can constrain teachers' abilities to 
attend to their beliefs and provide instruction which aligns with their theoretical 
beliefs” (p. 53). Some teachers utilise methodologies that are antithetic to their beliefs 
when they are encouraged to follow whole school approaches to teaching. Others may 
not accept whole school approaches because of their very strong beliefs. 
 
There is some research that has been undertaken on changing teacher beliefs. Prawat 
(1992) notes that several criteria need to be met before a change in belief systems 
takes place. Teachers must be dissatisfied with their existing belief in some way. They 
must find the alternatives offered both intelligible and useful in extending their 
understanding of new situations and they must find some way of connecting the new 
belief with their earlier conceptions. One aim of the present study was toto make 
teachers aware of their own implicit beliefs about inclusive education and 
differentiated teaching and to provide them with information and skills that would 
allow them to engage in teaching practices that were more responsive to specific 
student needs.  
 
Discovering beliefs – Development of the survey instrument for the schools. 
The first step was to gauge teachers’ attitudes and beliefs towards inclusive 
differentiated education and adaptive teaching practices. The gathering of data was 
achieved through the administration of three short surveys during two separate staff 
meetings held at the school. During this time an additional four small schools had 
joined the project after consultations between their LSTs or curriculum co-ordinators 
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and the principal and LST of the first school. The first survey, prepared by the 
researcher, explored the topic of teacher beliefs towards inclusion and the next two 
surveys, developed by the principal and two LSTs who worked in the participating 
schools, explored teacher attitudes towards literacy instruction and differentiated or 
adaptive teaching practices. The development of the pool of items took place over a 
two week period during which the LSTs and researcher engaged in reading and 
discussion. All surveys utilised a 5-point likert scale from Strongly Agree (1) to 
Strongly Disagree (5).  The three educators engaged in developing the items each had 
over twenty years experience in teaching. Generally attitude scales towards inclusive 
education are geared towards identifying attitudes towards students who have 
particular categories of disabilities. In this survey the focus was on academic 
inclusion of a wide range of students and emphasis was placed on inclusive teaching 
practices in relation to literacy instruction. Over thirty items were devised for the 
initial pool. It was agreed that these could be narrowed down after feedback was 
provided by teachers and statistical analysis undertaken. 
 
Information from the surveys, administered to the 64 teaching staff of the 5 
participating schools were analysed. Results of the surveys for each school were 
presented back to teachers by the researcher at staff meetings held prior to the 
professional development day. The number of staff members agreeing or disagreeing 
with each statement was presented and teachers and were asked to make comment on 
the findings: eg: “In response to the statement: All students can be successful in my 
class. One teacher in this school strongly agreed, 4 teachers agreed and 2 teachers 
were unsure. Why might a teacher make a response of unsure to a statement such as 
this?” Teachers generally commented on the facilitators and barriers to inclusive or 
differentiated instruction during these discussions. There were some statements that 
teachers found ambivalent – eg: “I use a mediated problem solving approach where 
knowledge is constructed”. This item caused difficulty for some teachers who were 
unsure of the definition of mediated problem solving. These items were scrutinised 
after data analysis and a number were removed from the survey.  
 
Results of the beliefs survey 
The results for each item in the initial survey are represented in Appendix A. A 
summary of these items is presented below: 
 
No of participating teachers  64 
No of participating schools      5 SA A U D SD 
If I provide graphic organisers for students to record 
their work, it will lead to better understanding of 
material. 
7 
11% 
41 
64% 
12 
19% 
3 
5% 
0 
All students can learn, given an appropriate 
educational environment. 
28 
44% 
28 
44% 
6 
9% 
2 
3% 
0 
 
All students can be successful in my class. 
 
11 
17% 
 
22 
34% 
 
26 
41% 
5 
8% 
0 
 
I can ensure that all students experience success by 
adapting the curriculum. 
19 
30% 
36 
56% 
4 
7% 
4 
7% 
0 
Students with learning difficulties hold back students 
who are not impaired. 
1 
1.5% 
10 
15.5%
8 
12% 
33 
52% 
12 
19% 
SA – strongly agree, A – agree, U – unsure, D – disagree, SD – strongly disagree 
Table 1:  Teacher beliefs about inclusive teaching practices 
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Determining Factors 
All data were entered and analysed using SPSS. A principal component analysis with 
two factors was undertaken. To reduce the number of items, those with a factor 
loading over .55 were included in the final survey (see Appendix B). There were 12 
items in factor one that met the criteria. Unfortunately some questions were 
repetitious eg: “The cultural experiences of students will affect their interpretation of 
both oral and written texts.” (.675) and “Cultural diversity among students will lead to 
different interpretations of the same text” (.750). Where this occurred, the statement 
with the lowest factor loading was deleted. This left 10 items in factor one. The alpha 
co-efficient for factor one is .86. As .70 is acceptable (Gable & Wolf, 1993), this is a 
satisfactory outcome. An additional item that tested a common negative view of 
inclusive teaching practices was included in the final survey instrument. This was a 
clinical decision. 
 
There were four items in factor two with a score of over .55. One item was deleted as 
some participants had indicated during follow up discussion on the findings of the 
survey that they found the item difficult to interpret. This left three items in factor 
two. The alpha co-efficient for factor two is .73. The co-efficient is not as high as 
factor one, however this level of inter-item reliability is acceptable. An additional 
item that allowed teachers to express a negative attitude towards inclusion was added 
to the final survey for clinical reasons. 
 
Factor 1 – Differentiated teaching strategies 
Generally teachers agreed with all positive statements about adaptive or differentiated 
teaching practices. The statement that received the most agreement was: “When I help 
students make links and build on previous knowledge, I am encouraging success in 
learning”. All but one teacher, who was unsure, indicated agreement with this 
statement. The least accepted item, or one that teachers indicated they were unsure 
about related to the use of graphic organisers with 19% of the sample unsure about the 
efficacy of the use of graphic organisers and 3% disagreeing that use of graphic 
organisers would lead to increased understanding of material. It is possible that 
teachers were less familiar with this teaching strategy and it is reasonable to assume 
that it is a strategy used less frequently than making links to prior learning or 
provision of frequent feedback to encourage on-task behaviour. The majority of 
teachers, 86%, disagreed with the negative statement that adapting assignments 
disadvantaged some students. There were 8% of teachers who were unsure and 4 
teachers, or 6%, who agreed with this statement. These results indicate that there 
might be some teachers attending the professional development sessions whose belief 
systems were such that they would be less likely to modify or adapt assessment tasks 
or to offer a range of assessment tasks to students. It was important for the 
researcher/presenter to be aware of this during the preparation and presentation of the 
professional development activity. 
 
Factor 2 – General beliefs about inclusive education 
Findings indicate that teachers in the five schools on the whole held positive beliefs 
about inclusion and adaptive or differentiated teaching practices. Most staff agreed 
with the statement that all students could learn, given an appropriate educational 
environment. There were 28 teachers or 44% of the sample who strongly agreed with 
the statement and a further 28 or 44% of teachers who agreed. Two participants 
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disagreed with this statement and 6 recorded that they were unsure whether all 
students could learn. The fact that 12% of the teachers surveyed were unsure or 
disagreed with the statement that all students can learn given the appropriate 
educational environment was appears to fit with the findings of the literature. 
Approximately one in ten teachers in the sample had a more pathognomic view of 
education. Around 90% of teachers in the sample believed that all children can learn 
and this would be important to focus upon in any professional development activity.  
 
It was surprising that 5 teachers disagreed with the statement that all students could be 
successful in their class and a larger number, 26 teachers or 40.6% of the sample, 
stated that they were unsure whether students could be successful in their class. It 
would appear that whilst some teachers agree that all students can learn it doesn’t 
follow that students can demonstrate this by being successful in the same teachers’ 
classrooms. Discussion about this discrepancy at the staff meetings was heated as 
teachers talked about their definitions of success. There was also a discussion of 
educational standards that teachers agreed may or may not be externally imposed. 
There appeared to be a belief amongst some staff that students could learn but not be 
successful as they would not meet predetermined criteria for success; students may 
learn but if they did not demonstrate knowledge and skills at the same level as their 
peers, they would not be deemed successful. In the staff meetings discussion ensued 
about the self esteem of students who might be learning but not be made to feel 
successful.  
 
Four of the 64 teachers disagreed with the statement that they could ensure all 
students experienced success by adapting the curriculum and a further 4 in the sample 
were unsure whether making adaptations to curriculum would lead to success. There 
were obviously teachers in the sample who were unsure whether making adaptations 
would be efficacious and this needed to be addressed in the professional development 
activity. Presentation of research findings and provision of opportunity to discuss this 
particular issue with colleagues would be important for these teachers. It is possible 
that teachers may be more inclined to make modifications and adaptations or to trial 
differentiated teaching practices if they felt that these would lead to increased 
experience of success. Hearing about the literature and having this reinforced with 
additional information provided by colleagues on how they adapt and modify to 
increase success might be important for these teachers. 
 
The negative comment, that students with learning disabilities hold back students who 
are not impaired, was more likely to be disagreed than agreed with.  However 11 or 
17% of the sample agreed with this statement and 8 or 12% of teachers were unsure 
whether students with learning disabilities hold back students who are not impaired. 
This made a significant proportion of respondents or 28% of teachers surveyed either 
unsure or stating a belief that learning disabled students hold back their non-learning 
disabled peers. This might be a reason that some teachers had a preference for pull-
out or withdrawal programmes and was an issue that needed to be explicitly addressed 
in the professional development activity. 
 
Results of the survey indicated that teachers, on the whole, held positive beliefs about 
adaptive or differentiated teaching and inclusive teaching practices. Survey data 
indicated that there was general agreement amongst the teachers that differentiated 
and inclusive teaching practices might have positive outcomes for students. School 
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administrators and support staff did not believe that differentiated inclusive teaching 
practices were being demonstrated as frequently in classrooms as they would expect 
from the survey data. Having beliefs in place, or knowing what is expected could be 
considered a first step. The next step was to provide professional development to 
further heighten teachers’ awareness of adaptive teaching practices, to provide 
teachers with available research about the use of adaptive or inclusive teaching 
practices and to provide opportunities for teachers to discuss their applications in 
classrooms. 
 
The professional development program 
A full day of professional development was provided to the combined staff of the five 
schools on the first day of term. The work of Stanovich and Jordan (2003) was 
utilised in the preparation of the programme. These researchers are involved in a 
longitudinal research project called “Supporting Effective Teaching” in the United 
States and are investigating the inclusion of students with disabilities in 100 general 
education classrooms. They report that there are three major teacher and one school 
variable that provide the key to successful inclusion: 
 
1) Teacher beliefs about students with disabilities and their inclusion in the regular 
class. 
2) Teachers’ sense of self efficacy 
3) The classroom teacher’s repertoire of teaching behaviours 
4) A school norm variable that is a composite of the beliefs held by the principal and 
other teachers in the school. (p. 175) 
 
Teacher beliefs and self efficacy issues had been discussed with staff at meetings 
prior to the professional development day and the researcher/presenter had 
information about the beliefs of the teachers prior to the activity. Information about a 
range of strategies that would increase and enhance teachers’ repertoires was to be 
provided. Staff at the school and consultants to the schools had imput into these. The 
principals of the schools were all present and participated in the programme.  
 
The day was divided into three segments. In the first segment entitled “Responding to 
learner variability”, teachers were presented with information about the characteristics 
of differentiated instruction. They were provided information about the diversity of 
classrooms as described in Louden’s (2000) report on Australian schools: “Mapping 
the Territory”. After they were given information about ecological, instructional and 
curricular adaptations, staff broke into groups to brainstorm and record the strategies 
they used in the classroom. During this session teachers were presented with 
information about tolerance levels in the classroom and teacher beliefs, both general 
information about beliefs and specific information gathered from the survey data. 
Before the first break teachers broke into pairs or groups of three to discuss the 
adaptations they had successfully used and those they might potentially make for a 
student they both knew well. Teachers were asked to use an adaptive teaching 
planning tool to record current and potential adaptations. 
 
The second segment was titled “Strategies for differentiated instruction”. In this 
section teachers were given opportunities to hear about research on problem based 
learning, peer teaching strategies, flexible grouping, contract learning and tiered 
learning within the framework of Tomlinson’s (1995) “Progression of independent 
 8
needs.”  Teachers then broke into school groups and their principals led a discussion 
on the facilitators and barriers to differentiated teaching for students who experienced 
difficulties with literacy in their classrooms and schools. Schools were also asked to 
devise a plan for sharing information about inclusive and adaptive teaching practices 
on a regular basis. 
 
In the final session teachers elected to work in groups and workshop specific 
strategies for differentiated instruction. These workshops were led by consultants and 
learning support teachers and included topics such as strategic collaborative reading, 
questioning techniques and comprehension monitoring strategies. The aim was to 
provide some detailed information about strategies introduced in the second segment 
of the day and provide teachers with a variety of skills that they might share with their 
colleagues back in schools. 
 
  
 
Evaluation 
Feedback from the day was collected via evaluation forms completed on the day, 
ongoing contact with the learning support teachers who organised the day and a 
follow up visit to one school. Evaluation forms collected on the day were extremely 
positive. The learning support teachers (LSTs) and the curriculum co-ordinators are 
asking teachers to regularly report on adaptive strategies that they are trialing. In two 
schools charts are being kept in the staff room along with reports from staff at staff 
meetings and in the other three schools staff meeting reports were being made. Follow 
up sessions were undertaken in one school where the staff asked the researcher to 
come to the school to give a demonstration lesson on collaborative strategic reading. 
Three teachers were released to view the lesson and these teachers agreed to assist one 
another to develop the technique and then share it with other staff members.  
 
One of the LSTs working in two of the schools has reported “I’m working towards 
getting them to say not just what strategy they tried but who benefited from it and 
what they could try next time. We have a large circular chart with many, many 
strategies listed. As a teacher tries a strategy, it is highlighted on the chart with their 
colour highlighter so everyone can see what has been done and by whom (personal 
email sent to the researcher).” Both LSTs involved in the planning of the professional 
development activities report that there is increased dialogue in their schools about 
differentiated and inclusive teaching practices.  
 
Hacker and Tenet (2002) note that all teachers, experienced and novice, rely strongly 
on their beliefs and knowledge about instruction when considering new practices. 
They argue that teachers too need to take ownership of their learning by constructing 
understanding of new curricula and methods prior to their using knowledge. Teachers 
take information from programmes such as that which was presented on differentiated 
instruction and make use of it. Their use and interpretation of the information will be 
dependent on their own perceived needs and the previous knowledge and skills they 
have acquired. Will the essence of what makes an effective differentiated instruction 
survive a teacher’s reconstruction of it? Using Vygotskian psychology as a theoretical 
foundation of reciprocal teaching, Palincsar and Brown (1984) have argued that 
participation in high quality group dialogue helps students to internalize their use of 
the strategies and to learn monitoring and regulation of their own comprehension. 
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Whether students make this shift depends on whether they engage in the group 
dialogue. The aim of this study was to have teachers engage in regular dialogue about 
their practice. This appears to have been achieved but school administrators will need 
to continue to support their staff and provide opportunities for shared learning. A 
necessary ingredient for teachers to construct and reconstruct their practice is 
motivation and without that motivation to change practice, instructional reform will 
be minimal (Hacker & Tenet, 2002). Leadership is critical to sustaining motivation for 
change (Fullan, 2002). It was suggested that teachers would benefit from exchange of 
ideas, led by their principals. Teachers were also encouraged to plan for inclusive 
differentiated teaching collaboratively with their curriculum leaders and learning 
support teachers. 
 
Jitendra, Edwards, Coutka and Treadway (2002) note that teaching practices in 
general classrooms are often driven by the need to reach most students rather than a 
small percentage of students. Their research paper emphasises a collaborative 
planning model that incorporates the individual expertise of general education and 
special education teachers in the design of unit plans based on empirically validated 
curriculum design principles. Teachers in the current study were given information 
about empirically validated inclusive and adaptive or differentiated teaching practices. 
The hope is that, by keeping dialogue open and through regular exchange of 
information about teaching practices and their impacts on students, teachers will 
expand their repertoire of teaching strategies and reflect on the impact of their 
practice. There is also some evidence that teachers are including the learning support 
teachers in curriculum and lesson planning sessions.   
 
Conclusion 
This paper has described the evolution of a professional development activity for 
teachers in a cluster of five small primary schools. As teacher belief was thought to be 
an important precursor to inclusive teaching practice, a three part survey was 
administered to teachers in the five schools to determine teacher attitudes and beliefs 
towards inclusion and inclusive teaching practices. From this larger survey a smaller 
survey was developed that measured teacher’s attitudes towards particular issues 
relating to inclusion and a sample of differentiated teaching practices. A limitation of 
the study is the small number of teachers in the survey sample. This was due to the 
fact that the schools in the study were small. It would be necessary to carry out the 
survey with a larger number of teachers to further test the validity of the instrument 
devised. It would be interesting to compare the validity and utility of this survey with 
other relevant populations such as secondary school teachers or parent groups.  
 
The survey instrument was used to inform the development of the professional 
development activity. This activity was presented to all staff who took part in the 
survey and was well received. Administrators of schools and the learning support 
teachers have worked with school staff to keep inclusive education and inclusive 
teaching strategies on the agenda at staff meetings and in staff discussions. 
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Appendix A 
Teacher beliefs about inclusive and differentiated teaching practices 
 
Item SA A U D SD 
I can assist some students to learn with the use of 
carefully prepared prompts. 
14 
22% 
45 
70% 
3 
5% 
2 
3% 
0 
A student’s comprehension of text will be dependent 
on activating prior knowledge. 
21 
33% 
34 
53% 
7 
10% 
2 
3% 
0 
If I allow some students to present assignments in a 
variety of ways, I may be giving some students an 
unfair disadvantage. 
0 4 
6% 
5 
8% 
44 
69% 
11 
17% 
Students who have difficulty maintaining 
concentration and completing a task can be given 
feedback when they partially complete a task and 
therefore develop more effective routines. 
 
12 
19% 
 
41 
64% 
 
9 
14% 
 
2 
3% 
 
0 
When I help some students make links and build on 
previous knowledge, I am encouraging success in 
learning. 
29 
45.5%
34 
53% 
1 
1.5% 
0 0 
If I teach and visually display context specific 
vocabulary, students’ writing will be enhanced. 
20 
31% 
39 
61% 
4 
6.5% 
1 
1.5% 
0 
Prior to teaching a new skill, it is necessary to 
analyse a task and ascertain the knowledge and skills 
that are required. 
16 
25% 
45 
70.5%
2 
3% 
1 
1.5% 
0 
Effective classroom management improves teaching 
and learning. 
25 
39% 
35 
55% 
3 
4.5% 
1 
1.5% 
0 
If I provide graphic organisers for students to record 
their work, it will lead to better understanding of 
material. 
7 
11% 
41 
64% 
12 
19% 
3 
5% 
0 
Cultural diversity among students will lead to 
different interpretations of the same text. 
20 
31% 
42 
66% 
2 
3% 
0 0 
By posing different questions, I can test 
understanding at various levels. 
21 
33% 
40 
62% 
3 
5% 
 
0 0 
All students can learn, given an appropriate 
educational environment. 
28 
44% 
28 
44% 
6 
9% 
2 
3% 
0 
 
All students can be successful in my class. 
 
11 
17% 
 
22 
34% 
 
26 
41% 
5 
8% 
0 
 
I can ensure that all students experience success by 
adapting the curriculum. 
19 
30% 
36 
56% 
4 
7% 
4 
7% 
0 
Students with learning difficulties hold back students 
who are not impaired. 
1 
1.5% 
10 
15.5%
8 
12% 
33 
52% 
12 
19% 
SA – strongly agree, A – agree, U – unsure, D – disagree, SD – strongly disagree 
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Appendix B.  
Factor analysis of teacher belief items – inclusive and adaptive teaching 
 
Item Factor One 
Factor 
Two  
 
1. I can assist some students to learn with the use of carefully prepared prompts. 
                   
 
.595 
 
 
2. A student’s comprehension of text will be dependent on activating prior 
knowledge.  
 
 
.713 
 
 
3. If I allow some students to present assignments in a variety of ways, I may be 
giving some students an unfair advantage.    
 
 
.409 
 
 
4. Students who have difficulty maintaining concentration and completing a task 
can be given feedback when they partially complete a task and therefore develop 
more effective routines. 
 
 
.617 
 
 
5. When I help students make links and build on previous knowledge, I am 
encouraging success in learning. 
 
 
.721 
 
 
6. If I teach and visually display context specific vocabulary, children’s writing 
will be enhanced. 
 
 
.658 
 
 
7. Prior to teaching a new skill, it is necessary to analyse a task and ascertain the 
knowledge and skills that are required. 
 
 
.606 
 
 
8. Effective classroom assessment improves teaching and learning. 
 
 
.640 
 
 
9. If I provide graphic organisers for students to record their work, it will lead to a 
better understanding of material. 
 
 
.564 
 
 
10. Cultural diversity among students will lead to different interpretations of the 
same text.  
 
 
.750 
 
 
11. By posing different questions, I can test understanding at various levels. 
 
 
.833 
 
 
12. All children can learn, given an appropriate educational environment. 
 
  
.560 
 
13. All students can be successful in my class. 
 
  
.614 
 
14. I can ensure that all children experience success by adapting the curriculum. 
  
.671 
 
15. Students with learning difficulties hold back students who are not impaired. 
 
  
.368 
 
No of cases = 64   
Factor One  n of items = 10 (+1 not included in scoring)   Alpha = .86 
Factor Two  n of items = 3 (+1 not included in scoring)  Alpha = .73 
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